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An alarming trend of student non-compliance with reading assignments in
secondary and post-secondary environments is causing concern in many areas, including
college readiness. Public school teachers and university faculty alike are responsible for
the literacy levels of graduating students; however, many educators are not implementing
the adequate literacy supports within their content area courses. This project used current
research on best practice in literacy instruction, as well as the Characteristics of Highly
Effective Teaching and Learning to create the Readers Matter™ evaluative process in
which faculty members self-select to be assessed regarding the current levels of student
literacy support. After scoring the assessment, evaluators are then able to provide
individualized professional development targeting areas of weakness made evident by the
Readers Matter™ rubric. The current study evaluated five university instructors at a midsized university in the south-central United States. The results of this preliminary
development research identified the data collection procedures that were beneficial and
ultimately informative in the evaluation process and enabled developers to make
informed decisions regarding individualized professional development.
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Introduction
Recent research indicates that college students across the country read less and
less in their courses. This is not necessarily due to a change in expectation, as students
are still assigned up to 200 pages per week (Caverly, Nicholson, & Radcliffe, 2004),
rather a change in professor and student behavior. When coupled with little intrinsic
motivation and the lower expectations of the public school system, some students are
entering college profoundly underprepared in terms of reading and understanding
complex texts. Professors on campuses nationwide are now charged with the dubious
task of accommodating underprepared readers. With this newfound infiltration of
students who avoid reading text that is too difficult, professors have in turn modified the
structure of their courses to accommodate students. Many reading assignments prompt
students for passive reading, if students choose to comply with the reading at all.
Textbooks are becoming ancillary materials and the crucial information necessary to pass
the course is given to the students via PowerPoint or lecture. This cyclical downhill
plummet enables students’ lack of literacy instead of thwarting it.
A prominent problem contributing to failure in the postsecondary environment is
students who are underprepared to comprehend complex texts (Bauerlein, 2011). To
address this issue, reading interventions for students who enter college underprepared
may be a step in a positive direction for universities, but there are many factors that lead
to student failure. Many of those factors may already be addressed through initiatives
across campuses that support the “whole” student. One factor that would also positively
impact student learning, particularly as it regards reading and the use of textbooks/print in
1

the classroom, is andragogical alignment with effective reading and learning strategies.
If students are provided with direct instruction in reading comprehension and
study/learning strategies, then it stands to reason that having classes that value those
skills and provide opportunities for those skills/strategies to be used would improve
student learning, student success, retention, and graduation.
Research indicates that many freshmen are entering college underprepared for the
demands of college reading (Bosley, 2008). To fully support students who enter college
underprepared, plans for intervention need to give emphasis to the vital role that faculty
from all disciplines must play; an attitude of acceptance and support must be in place
from faculty, staff and administration at the university; and the intervention initiatives
must be integrated “into the culture and mission of the university” (Kozeracki & Brooks,
2006, p. 74). Reading comprehension and study/learning skills courses need to be seen
as a part of a total quality management program within all aspects of student life on
campus (Codjoe & Helms, 2005; Soliday, 2002). Cox (2004) and Lampert (2001) as
cited in Grubb and Cox (2005) identify four elements of the learning environment that
contribute to student success and failure:
•

instructors - different approaches to subject matter/pedagogy

•

students - differing levels of preparation and attitudes

•

curriculum content

•

institutional setting

The authors suggest that if any one of those four elements is out of equilibrium
with the others, student success is threatened. As it relates to interventions for
underprepared students, Grubb and Cox (2005) make the case,
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The common situation where basic skills instructors teach in relative
isolation from other faculty – in academic departments that offer little
support for basic skills instruction and in colleges where administrators fail
to coordinate resources – can never resolve the dilemmas of developmental
education. (p. 94)
Professional development is offered to faculty through large group, small group, and online sessions that include podcasts, videos, and interactive venues to aid faculty in
developing more effective teaching skills and strategies. However, dropout rates among
college students continue to rise. An individualized, tailored professional development
model, regardless of course content seems to be a logical and achievable answer to this
conundrum.
Statement of the Problem
This research examines aspects of a major problem of student success in college.
The overarching problem is relatively straightforward: students across the United States
are entering postsecondary institutions underprepared for the rigorous reading that should
accompany such an endeavor. There are a few reasons why students are not reading to
comprehend the information necessary to learn independently at the college level. The
first reason is quite simple; students may have elected to not purchase the textbook from
which assignments are made. In one study, this number of students not purchasing a
textbook is as high as approximately 70% of the students enrolled in an introductory
course (Sikorski et al., 2002). Another component to failing to comply with assigned
reading is that students know from experience, peers who have taken the course, or in
some cases, the word of the professor, that reading is just not necessary to pass the
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course. Motivating students to learn requires, in most cases, incentive to comply with
instructor requests (Brophy, 1987). If students believe that reading is not a relevant
component to the equation of learning, it is unlikely they comply with requests to read.
Many students also fail to read the content because they have no purpose or direction
when reading. Professors may make reading assignments that are never enforced by the
students being responsible for that material on a test, in class discussion, assignment, or
quiz. It will not take long for a busy college student to know what is and is not essential
to read.
As a result of these behaviors from both students and professors, reading has
become an inessential component to many courses on college campuses. Students come
to college without the necessary skills and strategies to read the complex and high
volume assignments, so they choose not to attempt to do so. Professors are finding that
there is little class participation and poor scores on exams and quizzes because their
students are not reading. As this process has evolved, behaviors on the part of professors
and instructors have changed. Some professors no longer require a textbook, some
passively assign readings, and some will simply give students every necessary piece of
information through lecture or presentation, all to avoid the appropriate use of written
text. Students are becoming even more impacted in their inadequacies and the quality of
education is suffering from the inappropriate accommodating practices of professors.
It is, however, important to note that the majority of professors at the university
level do not have a background in education or teaching practices. Depending on their
area of expertise, many may have little knowledge of human learning and andragogy. It
should come as no surprise that professors whose backgrounds are rich in specific content
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and are research oriented, have little idea of how to impact student success by enhancing
literacy levels. One way to address this need is by developing innovative professional
development models to increase the effectiveness of instruction and the support of
underprepared students.
Purpose of the Study
The purpose of this study was to develop and test the Readers Matter™
assessment at a mid-sized university in the south-central United States. This pilot study
prepares the foundation for the framework of implementing a professional development
model devised to strengthen college and university faculty’s understanding of the reading
and study skills support needed by students who are underprepared to read and
comprehend complex text, think critically at the college level, and actively engage in the
learning process. Readers Matter™ is a pathway to: (a) inform faculty of their current
practices in terms of supporting literacy in their content using text in meaningful ways
that connect with instruction, (b) prepare faculty to support student learning using highutility strategies that enhance comprehension, provide for active reading, and aid in
retention of information, and (c) prepare faculty to help students transition from high
school reading to college level complex text. The intent of this study is to develop and
test the Readers Matter™ rubric and answer the research questions:
1. Do the data collection instruments and processes provide enough information
to score faculty in terms of their current practices for supporting and
enhancing their students’ literacy using the Readers Matter™ rubric?
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2. Does the Readers Matter™ rubric include enough critical areas of literacy so
that evaluators can make informed recommendations for faculty on ways to
support student literacy?
Need for the Study
As previously stated, students are exhibiting alarming deficits in their ability to
effectively work with print-based materials. This is evidenced by their struggles in heavy
reading courses at the university level and by their compensatory behaviors in said
courses. To address this, Kentucky’s Council on Postsecondary Education (CPE) set
forth mandates targeting college readiness through the passage of Senate Bill 1 (2009).
The charge of this mandate can be met by establishing partnerships between P-12 and
postsecondary institutions to, “… develop a unified strategy to reduce college
remediation rates by at least fifty percent (50%) by 2014 from what they are in 2010 and
increase the college completion rates of students enrolled in one (1) or more remedial
classes by three percent (3%) annually from 2009 to 2014.” To address the charges of
Senate Bill 1 (2009), the implications of those charges, and the recommendations from
the P-16 Literacy and Mathematics Alignment Team, Readers Matter™ informs teachers
regarding their support of literacy learners in their classrooms. As Hobson (2004) stated,
it is the responsibility of the instructor to “make certain that assigned reading is courserelated” as well as to teach “students the discipline-specific values and strategies that
facilitate disciplinary learning” (p. 1). The idea of the incorporation of literacy supports
into disciplinary as faculty responsibility is echoed by Brown and Meuti (1999), claiming
“college students develop the skills and attitudes that faculty encourage” (p. 164).
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Readers Matter™ offers faculty not only an opportunity to undergo an evaluation to
assess the level of this critical literacy support, but also to assist areas of deficit.
The existence of an individualized professional development for
professors/instructors in the area of literacy support is potentially a highly effective
answer to this ever-growing problem. Research indicates that for professional
development to be meaningful, it needs to address teacher’s individual needs and be
participant and data-driven (Grossman, 2009; Darling-Hammond & McLaughlin, 2011;
Darling-Hammond & Richardson, 2009). As students continue to move through the
educational system successfully without possessing the necessary skills to achieve at the
university level, not only are federal mandates failing to be served, but students’
educational needs are also being neglected. Via this study, university teachers will be
provided with the individual, constructive, critical feedback and recommendations that
they need to ensure that their students are effectively utilizing print in their classrooms in
ways that advance reading, writing, speaking, and listening skills.
Limitations and Delimitations
As this particular study serves as a pilot, there are obvious limitations to the
ability to duplicate and generalize the results to arenas outside that of postsecondary
education. The purpose of this study is to develop and test the assessment instrument,
with necessary and appropriate adjustments to be made from the yielded results. This
very limitation allows for the eventual modification of the assessment system to be used
in other educational venues.
Additionally, the number of participants in the present study is restricted to five
university instructors. This number limits the ability to eventually generalize results
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acquired from the study. Also, the classes evaluated are introductory in nature. This is
positive in the sense that the population served is large and in the early stages of their
college careers (predominantly freshmen and sophomores). However, this also presents
another limitation in the ability to generalize results to other levels of matriculation.
Organization of Study
The organization of this paper consists of five chapters. Chapter One provides an
introduction to the study including a brief description of challenges of college reading.
This chapter also presents a brief overview of this study’s statement of the problem,
purpose, need, limitations and delimitations, and overall organization. Chapter Two
provides a review of the literature focusing on six general areas: Reading and College
Success; Literacy Essentials; Instructional Underpinnings; Textbook Considerations;
Course Syllabus; and Professional Development. Chapter Three explains the
organization of the study; methodologies for data collection, participant selection, and
analysis of data; descriptions of survey instruments; risks to participants; and a brief
overview of sites and participants. Chapter Four provides results from data collection
procedures. Chapter Five offers conclusions drawn from this study, possible implications
of this study, and recommendations for further study or investigations based on the
findings of this study.
Definition of Terms
Readers Matter™ evaluative process – the administration of all data collection
procedures to inform scoring of the Readers Matter™ rubric
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Readers Matter™ rubric – the 76-item document that identifies the presence or absence
of specific literacy supports within a course; scored using information yielded from data
collection procedures administered during the evaluative process
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Review of the Literature
Reading and College Success
Recent research indicates a steady and concerning decline in the compliance of
reading assignments at the college level (Burchfield & Sappington, 2000; Clump, Bauer,
& Bradley, 2004). Students seem to be surviving in the classroom without the aid of text.
In one study conducted by Connor–Greene (2000), 72% of the sample claimed that they
rarely or never read the reading assignments before the due date. Another study of two
universities in the south reports even less compliance, finding between 78%-82% of
students reported either reading the text sparingly or not at all (Sikorski et al., 2002).
These data are consistent with the findings of Burchfield and Sappington’s assertion that
only approximately one in three students will come to class having read the assigned
material (2000). Simply put, the vast majority of students enter a classroom with little or
no background knowledge of the material, yet navigate the course adequately having
never read the textbook.
This problem may be further reaching than the simple unwillingness to complete
assigned reading. In fact, there is growing evidence that many college students fail to
ever purchase the so-called “required” text for the course. In a survey conducted by
Sikorski et al. (2002), only 31% of students in an introductory psychology course at
Auburn University purchased the textbook. In the same survey, another 30% of students
claim that they failed to purchase a required textbook for another introductory level class.
Interestingly, on other items of the survey, these students report taking lecture notes and
studying them as being the most important factor in doing well in the course. According
to these data, labeling a text as “required” may not be the most accurate descriptor.
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This behavior appears to be a concerted and calculated effort on the part of the
offending students. After all, as noted by Carkenord (1994), “Practical experience,
however, indicates that most students do not read textbooks or journal articles as a result
of their intrinsic desire to learn” (p. 164). Students are focused on getting good grades in
a course instead of channeling their efforts into learning the material (Young, 2002). In
an almost admirable fashion, students are observing the dynamics of each course and
making efforts to conserve time, money, and effort by either selecting not to read the
assigned text, or bolder still, never purchasing the book.
When professors assign reading from a textbook or professional article, it is too
often assigned without purpose or connection. If the appropriate compliance to reading
assignments is not properly monitored, an involuntary message may be sent to students
saying this particular aspect of learning is optional and not regulated by the professor
(Burchfield & Sappington, 2002).
Literacy Essentials
To be successful in the college environment, it is vital that students have strong
comprehension and vocabulary skills and strategies to navigate through dense and
complex educational text. The assigned readings may be difficult to comprehend, but
also may be assigned in large quantities, up to 200 pages per week (Caverly et al., 2004).
This is not a task that can be approached with careless abandon either; Simpson and Nist
(2000) reported that 85% of the assigned texts require what they refer to as careful
reading. However, regardless of the daunting demands placed on students, the fact
remains that many students simply choose not to complete the assigned reading for
whatever reason. One reason may be that students are entering college underprepared.
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Sanoff (2006) highlighted the perceived differences of student preparedness between high
school teachers and college professors. Most notable was the difference in perceived
preparedness for college-level demands in reading comprehension. Forty-one percent of
college professors teaching entry-level students claimed that their students were not wellprepared for the reading demands of college, while only 15% of high school teachers
responded this way. The additional responsibilities and expectations to accommodate the
inadequacies of so many students is causing professors at universities and colleges to
either make pedagogical changes or fail to reach students.
Research related to the most effective practices in supporting students’ literacy
skills in the classroom suggests that the pedagogical target addressing this issue is more
spherical than it is flat. Even though students have experienced the necessary academic
success in high school to be admitted into postsecondary education, it does not guarantee
that they possess the comprehension and acquisition skills to navigate complex text
(Taraban, Rynearson, & Kerr, 2000). However, content instructors can offer assistance
to students by providing non-reading related information such as background knowledge,
unique experiences, and other learning aides (Lei, Rhinehart, Howard, & Cho, 2010).
Teachers can in fact provide scaffolded support by utilizing a variety of strategies and
methods. It stands to reason that the more support structures implemented in a course,
the more efficient students can become at achieving the required learning goals.
When it comes to acquiring new information, the most readily available resource
is print. Especially in postsecondary education, the ability to learn valuable and novel
information from print is vital. Whether the medium is a textbook, journal article, web
page, primary document, thesis, or any of a number of other venues, reading fluently and
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with deep comprehension is necessary. To achieve this, students may need more support
than instructors simply assigning a span of pages from the required course text
(Hinchman, Alvermann, Boyd, Brozo, & Vacca, 2004). To begin with, students need to
be engaged in the text (Gambrell & Almasi, 1996; Meltzer, 2002). Students who
approach an assigned text with both an attitude and skill-set to complete the required
reading will be reflective, responsive, and interactive with material (Meltzer, 2002). To
help foster literary engagement, an environment of comfort and acceptance must be
created to allow for dialogue, connections and collaboration (Guthrie, 2001). Classroom
instructors are responsible for shaping this atmosphere of respect and trust.
Professors must also be conscientious of providing appropriate incentivizes when
making assignments. Student compliance in completing assignments will inevitably be
drastically lower if they are not held accountable for their work. It is the job of the
instructor to pair a reward/punishment with expectations. There are many modalities in
which to incentivize production; for example, a token system encourages participation
(Boniecki & Moore, 2003), routine quizzes require students to fulfill reading assignments
(Schooling, 2007; Kouyoumdjian, 2004), rewarding bonus points for participation
persuades attendance, or frankly, any number of rewarding/punitive procedures will
increase assignment completion. It is, however, the job of the instructor to enact these
systems with consistency to achieve the desired student behavior.
To facilitate acquisition of novel material, it is important that instructors build and
activate relevant background knowledge possessed by students (Pardo, 2004). The
assimilation of new material with previously learned and contextualized information
allows students to navigate difficult text with greater comprehension. Instructors who
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guide student conceptualization of novel content achieve greater instructional success
than those providing little or no support (Biggs, 2005). By encouraging personal
connections and providing explicit background, instructors assist students in making
associations between what they already know and what they are currently being asked to
learn.
Instructional Underpinnings
Standards and standards-based assessment are priorities for all levels of education
today. Not only have a majority of states adopted the Common Core Standards for
English/Language Arts and Math, but they are expected to adopt standards for science
and social studies that are currently being developed. In addition to, and as a
complement of, the Common Core Standards, a set of academic and affective qualities
have been developed called the Characteristics of Highly Effective Teaching and
Learning (CHETL). The CHETL document is divided into five sections. Each section
displays as list of teacher characteristics and student characteristics. The sections of the
CHETL document include a) Learning Climate, b) Classroom Assessment and
Reflection, c) Instructional Rigor and Student Engagement, d) Instructional Relevance,
and e) Knowledge of Content. These characteristics provide an instructionally sound
framework in which instructors can support students’ literacy growth.
To maximize effectiveness and classroom efficiency, many teachers are turning to
formative assessment techniques to guide instruction. According to Cauley and
McMillan (2010), “Formative assessment is a process through which assessment-elicited
evidence of student learning is gather and instruction is modified in response to
feedback” (p. 1). When instructors accurately gauge the level at which their students are
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comprehending and applying content, they are enabled to fine-tune their instructional
support to optimize learning. Effective formative assessments allow teachers access to
such information. To achieve the desired results from formative assessment procedures,
it is important that instructors share information and encourage communication within the
classroom (Brookhart, Moss, & Long, 2008). Consistent insight into student
performance not only guides instruction, but also contributes to increased student
ownership and motivation, especially with intrinsically motivated students.
Textbook Considerations
An important factor in the success of college students in a particular course is
comprehension of the selected required readings. Most often, such assignments are made
from the textbook that may have been, in many cases, irresponsibly if not arbitrarily
chosen. If the selection process does involve more than upgrading to a new edition or
complying with publisher loyalties, focus is usually centered on criterion such as the table
of contents and organization of the book, supplementary materials, and additional
services offered by the publisher. Rarely is much thought given to the readability of the
text (Spinks & Wells, 1993). This measurement can be obtained by utilizing one of the
many indices such as Gunning Fog Index or Flesh Kincaid Grade Level. However, the
specifically rated readability of a text may not be the only judgment to be considered
when evaluating the level at which a text is scribed. According to Durwin and Sherman
(2008), students, especially college-age students, are quite accurate in their judgments
about the personal readability of a text. This finding is consistent with the claim made by
Britton, Van Dusen, Gulgoz, Glynn, and Sharp (1991), that college students can
accurately judge their own ability to learn and remember information obtained through
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assigned textbook passages. Therefore, consideration of not only strict readability
ratings, but also of the student population’s level of confidence in reading comprehension
is important when choosing a text.
Readability of a text has been supported by convincing statistical evidence. In a
study of the correlations between readability of textbooks and final course grades
conducted by Spinks and Wells (1993), strong relationships exist between difficulty of
text and course outcome. Most notably, strong inverse relationships exist (-.630)
between course averages and readability of the textbook whereas the higher the
readability level, the lower the course grade. Also, a very strong positive relationship
exists (.791) between level of the textbook and student withdrawals from a course. This
supports Durwin and Sherman’s assertion that college students are accurate judges of
their own comprehension of a text.
Those involved in the textbook selection process, be it an individual professor or
content area committee, should develop criteria for the selection of an appropriate text.
Included as a key component, should be the consideration of appropriate readability of
the text to better facilitate reading compliance (Spinks & Wells, 1993). The more
specific the description of necessary elements in the formulated criteria, the better chance
of closely matching the stated needs of professors (Muther, 1985). Also, before the
selection criteria are formulated, it is important to define the role of the text. If the text
will be used as a supplement and reference manual, or if it will be relied upon for the
implementation of curriculum should be delineated before assessing the specific
components of a text.
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Course Syllabus
In higher education, the course syllabus is a vital tool that serves as an avenue of
communication between the professor and the student. Just as students expect to receive
the syllabus on the first day of class, professors are expected to abide by a certain
standards set by the university for the creation of such a document. In addition to
facilitating communication, the syllabus is also designed to define learning objectives for
students, facilitate learning, and is widely accepted as a contractual agreement between
student and professor (Habanek, 2005). What the syllabus is designed to do is of little
mystery; however, the integrity of syllabi use in classrooms across the country is suspect.
Matejka and Kurke (1994) identified three distinct purposes of a great syllabus: a
contract, device for communication, and a plan. The syllabus as a contract is designed to
inform the students of expectations and policies before the class begins. Such elements
include instructional methods, course objectives, tests, grading, and attendance policies.
This legal approach to delivery of information via the course syllabus aids in clarity of
expectations and responsibilities of all parties involved. The authors also highlight the
utility of the syllabus as a device for communication. The information conveyed with the
contractual undertone previously described is relevant within this purpose as well.
However, besides providing logistical course information, the syllabus also produces an
arena in which a professor can establish the tone and personality of the course as well as
him/herself. Within the document, the creator can also delineate the plan and purpose of
the course. This includes the course mission, goals, strategies, as well as the individual
beliefs and attitudes of the professor.
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These purposes of the syllabus allow for direction and clarity to be conveyed to
students. The individual elements for each purpose are necessary to maintain the
integrity of the ultimate objective.
Professional Development
In nearly every professional arena, employees must undergo mandatory
continuing education of some sort to maintain familiarity with changing standards, as
well as grow their foundation of knowledge and further develop their skill-sets. The
academic field is no different, as faculty members from all levels attend seminars,
workshops, professional learning communities, and conferences throughout each school
year. These offerings come at a high cost to institutions; for instance, one study of
expenditures in the 1990’s revealed that public school districts spent an average of $200
per pupil on professional development (PD) per school year (Killeen, Monk, & Plecki,
2002). Unfortunately, many workshops are often met with disdain by participants.
Agencies and individuals alike are constantly recreating content and delivery models to
accommodate the ever-existing need for academic professional development.
Many professional development sessions are conducted within the framework of
the workshop model, in which participants attend seminars ranging from one hour to
three days. Research is beginning to reject this method as being ineffective (DarlingHammond & Richardson, 2009). In fact, some believe that truly meaningful professional
development “cannot be prepackaged or conveyed by means of traditional top-down
‘teacher training’ strategies” (Darling-Hammond & McLaughlin, 2011, p. 81). Instead,
inquiry based, participant-driven professional development has the potential to be most
effective (Darling-Hammond & McLaughlin, 2011). In her article focused on
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improvement of professional development practices, Grossman (2009) indicates that most
teachers do not find professional development particularly helpful because it fails to
address their individual needs and lacks follow-up. She goes on to address the
importance of collecting data on impact and perceived utility of strategies, as well as
highlight that “Professional development should primarily meet the individual needs of
teachers” (Grossman, 2009, p. 2). Rarely are PD opportunities available that focus on the
unique needs of teachers and provide the data to support effectiveness.
Summary
College reading is challenging for students who come to college underprepared
for the rigors of comprehending complex text and without a strong academic vocabulary
in place. The literature is strong on the essential elements that need to be present in
instructional settings to not only support literacy learning, but also to grow students’
literacy skills and strategies. Adherence to state and national English and Language Arts
standards along with alignment with characteristics of effective teaching and learning
help ensure that instruction is research-based. University faculty must consider the texts
they require, the readability of all course materials, and how they communicate literacy
expectations to their students. As faculty set goals to improve their support of literacy
learners in their classrooms, especially those who come underprepared to read at the
college level, they must seek out professional development opportunities that fit their
needs.
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Research Methods and Procedures
The research design for this study was qualitative in nature. To accurately
examine the necessary components of student literacy support in the classroom, a
thorough understanding of the many aspects of instruction was vital. Assessment of
classroom and teacher characteristics was conducted using surveys, questionnaires,
interviews, and classroom observations. Qualitative research is descriptive in nature,
allowing the researcher to collect details pertaining to the ultimate question through
observations, interviews, and reviewing documents (Bogdan & Biklen, 2007).
Furthermore, qualitative researchers are concerned with context because actions can best
be understood when observed in the original setting. For this reason, classroom
observations, a vital vehicle for the data collection in this study, occurred in the
naturalistic environment. This research project was approved by Western Kentucky
University’s Human Subjects Review Board (see Appendix A).
Participants
The participants in this study met the definition of “criterion sampling” (Patton,
1990). The participants in this study included five professors at the university
representing various departments. Patton indicated, “The point of criterion sampling is to
be sure to understand cases that are likely to be information-rich because they reveal
major system weaknesses that become targets of opportunity for program or system
improvement” (p. 176-177). These individuals, all of whom had been previously
identified by the investigators as information rich stakeholders, teach courses on campus
that fulfill general education requirements. Additionally, the targeted group of instructors
had expressed interest in pedagogical supports by attending professional developments on
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campus and sought individual assistance through various other available campus
resources. Although approximately ten faculty members expressed interest in
participation, only five taught courses that are general education requirements. Each
potential participant was contacted via email and given a description of the evaluative
process and research project design along with the Informed Consent Document (see
Appendix B). Finally, to incentivize full cooperation, each participant was presented
with an Apple iPad, leather case, and docking keyboard. These five professors comprised
the testing group for the Readers Matter™ assessment. The departments represented by
each instructor are as follows: Psychology, Religious Studies, Physics, English, and
Mathematics. All of the participants are tenured faculty at the university and have been
teaching in postsecondary institutions ranging from eight to thirty-one years.
Instrument Development Procedures
A group of university faculty was assembled to assist in the collaborative
development of the Readers Matter™ assessment tool. This group totaled eight
individuals, all of whom are professors or administrators at the university in which the
study took place. These professors/administrators represent various departments across
campus including Psychology, History, Exceptional Education, Biology, Literacy, and
College Readiness. These experienced educators offered insight and advice, as well as
research to aid in the development of the Readers Matter™ evaluative process.
The creation of materials used in guiding each evaluator’s perception and eventual
understanding of the literacy support provided by each instructor was conducted through
research (e.g., Biggs, 2005; Gambrell & Almasi, 1996; Lei et al., 2010; Meltzer, 2002)
and the collaborative planning efforts of eight university faculty from varied disciplines.
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It was necessary to utilize a variety of data collection methods to adequately grasp the
breadth and depth of support provided throughout each course. These methods included
participant self-report through the questionnaire and survey, a review of current
documents available to students (syllabus, course documents, etc.), participant interview
conducted by a Readers Matter™ evaluator, and three classroom observations.
Development of these documents was conducted collaboratively spanning the
summer of 2010 through winter 2011. Current research as to best practice in literacy
instruction (e.g., Lei et al., 2010; Lemov, 2010; Nilson, 2003; Sibold, 2010), as well as
characteristics of highly effective teaching and learning (CHETL) were considered when
forming the data collection procedures and current Readers Matter™ rubric.
Additionally, questions/prompts included in the interview protocol were specifically
designed to target topics not easily addressed in the questionnaire and survey.
Purposeful interviewing is a valuable method in obtaining information (Kvale,
1996; Seidman, 2006). To guide the pre and post interviews with participants, an
interview protocol was developed by the investigators and utilized when conducting the
interviews (Appendix C). The questions included on this protocol are open-ended and
designed to encourage dialogue from the interviewee. Additionally, these questions
address components of the Readers Matter™ evaluation that are not otherwise easily
assessed. Open-ended questions allow participants to express themselves freely and to
add as much detail and contextualization as they desired. This is in keeping with Bogdan
and Biklen’s (2007) notion that “good interviews produce rich data filled with words that
reveal the respondents’ perspectives” (p. 104).
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In addition to the interview, each participant completed the Instructor Survey (see
Appendix D) and the Instructor Questionnaire (Appendix E). These documents were
comprised to illustrate participants’ attitudes toward classroom literacy support, opinions
of their student’s habits and abilities, and finally, to gather some additional demographic
and background data. The Instructor Survey consists of 54-items, using a Likert scale
(with seven qualifiers per item) and also includes open-ended prompts for a “relevant
behavior/example” to allow further elaboration on each item. The items on the Instructor
Survey address issues of student compliance with assignments, instructor perceptions of
student abilities, and student behaviors. The survey was created within the context of the
Kentucky Core Academic Standards set forth by the Kentucky Department of Education.
The Instructor Questionnaire (Appendix E) is a simple, one-page document detailing the
specific course structure, performance measures, attendance, and student success rates.
The Instructor Questionnaire also asks for instructor demographics including years of
experience in higher education and fields of expertise. Each document was emailed to
participants and returned either electronically or in hard copy.
Classroom observations were provided by three evaluators who documented
descriptive fieldnotes; two of whom are Ph.D. level faculty members and the other, a
School Psychologist intern. Bogdan and Biklen (2007) indicate that descriptive fieldnotes
“… provide a word-picture of the setting, people, actions, and conversations as observed”
(p. 120). Evaluators acting as field observers were given minimal structure and direction
regarding the quantity and content of the fieldnotes. Instead, part of this research project
was to discern qualities within the types of notes, depth of detail, and structure of the
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notes that proved to be most informative in terms of the Readers Matter™ rubric.
Participants were observed a minimum of three times from February through mid-April.
Finally, the preliminary Readers Matter™ rubric was used by each investigator
when finalizing the assessment process (see Attachment E). The utility of rubrics when
establishing criteria by which to evaluate performance is well-documented (Arter &
Chappuis, 2006; Quinlan, 2006; Stevens & Levi, 2005). The Readers Matter™ rubric is
a seventy-six item scale that combines the established characteristics of highly effective
teaching and learning with the research-based practices of embedded literacy support. A
tested, refined version of the rubric will ideally guide evaluators in decision making
toward eventual Readers Matter™ certification, as well as to inform in terms of specific
strengths and weaknesses within course structure and/or instructor practices. However,
for the purposes of this study, the rubric simply establishes a framework from which to
begin the process of improvement and alteration to an eventual final evaluative tool.
Procedure
This study employed the previously mentioned instruments to obtain necessary
and pertinent information related to the individual course evaluations. Upon being
selected, each participant agreed to be involved by signing the Informed Consent
document (Appendix B). Additionally, instructors received the questionnaire and survey
and were asked to complete each before being subjected to the interview. After the
completion of these three documents, classroom observations began. Each course was
observed on three separate occasions by two Readers Matter™ evaluators. Each
evaluator observed a class once individually and once together, totaling three meetings.
Evaluators took notes regarding specific instructor behaviors and instances of literacy
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support. Notes were then compiled, typed and compared to assist in completion of the
Readers Matter™ rubric. Additionally, the evaluator’s conclusion after completion of
the Readers Matter™ rubric was compared to assess the comprehensiveness, consistency,
and accuracy in which each course was evaluated. This was an important statistical
approach to determining inter-rater reliability and informing the researchers to the extent
of consistency of the Readers Matter™ rubric (Bogdan & Biklen, 2007).
Data yielded from evaluative procedures were utilized in the revision of the
Readers Matter™ rubric. This document, founded in research previously discussed in
Chapter 2, contains the necessary elements of classroom literacy support. Each item
delineates the measurable and observable characteristics of learning environments
conducive to content education through literacy proficiency, specifically in the postsecondary arena. If the collected data yielded adequate information to confirm the
existence of each item, the appropriate score was recorded on the rubric. Finally, as the
aim of this study is to aid in the development of the Readers Matter™ evaluation system,
the data yielded will assist in establishing the criteria for the course as a whole receiving
a grade that was deemed worthy of “passing” or “not yet passing”.
By structuring the evaluative process based on rubric graded scaling each
necessary element can be addressed if inadequately performed. This unique aspect of the
assessment allows participants to receive individualized feedback based on specific
courses. Evaluators can then provide highly effective strategies, academic references,
and professional examples to assist in the reformation of literacy support available to
students. This is accomplished in the last phase of the evaluative process: the post
interview. After all information is collected and analyzed in the Readers Matter™
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evaluative process, evaluators would meet again with participants to discuss findings. By
referencing the Readers Matter™ rubric, evaluators highlight areas worthy of
commendation and offer specific support for altering practices that could be implemented
more effectively. This support could be delivered through a variety of modalities,
including professional consultations, supplemental reading packets, examples, and
templates. Supports would be designed to provide scaffolded assistance aimed at
addressing the unique needs of the participant’s course to further promote the
development of literacy learners within that content.
Ideally, as this initiative progresses, participants who pass the Readers Matter™
evaluation will be recognized within their institution as a leader in student literacy
support. Courses that do not pass the criteria initially will have the opportunity to submit
for re-evaluation one semester removed from the original assessment. If, upon the
reexamination of the course, the participant qualifies for Readers Matter™ certification,
it too can be recognized.
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Chapter 4
Results and Discussion
Data were collected from five college courses by a combination of three
evaluators during the spring term of 2011 at a mid-sized public university in the southcentral United States. Information gathered was collected via interview, survey,
questionnaire, document review, and observation. The culmination of these data
collection procedures was the independent scoring of the Readers Matter™ rubric by
each of the three evaluators. As the purpose of this study was to create and revise the
Readers Matter™ evaluative process, it is important to look at the strengths and
weaknesses of each evaluation procedure, as well as the Readers Matter™ rubric.
Research questions that guided this study were as follows:
1. Do the data collection instruments and processes provide enough information to
score faculty in terms of their current practices for supporting and enhancing their
students’ literacy using the Readers Matter™ rubric?
2. Does the Readers Matter™ rubric include enough critical areas of literacy so
that evaluators can make informed recommendations for faculty on ways to
support student literacy?
Each method of data collection possessed strengths or, in other words, valuable
insights into the literacy support offered by instructors corresponding directly to items
present within the rubric. However, some components within the structure of each
method proved unfruitful in terms of delineating relevant and useful information when
scoring individual rubric items, leading developers to focus efforts for revisions and
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refinements to the evaluation procedure. The following sections will highlight the utility
and inadequacies of each data collection method.
Interview Protocol (Appendix C)
The interview protocol consistently produced a constructive perspective into the
practices and philosophies of instructors. Not only did it set the stage for how the
classroom environment was constructed, the interview questions allowed the instructor to
elaborate and explain the nuances of his/her individual approach to scaffolded literacy
support. The interview protocol focused on instructor philosophies and preparatory
practices such as textbook selection, how the text is used for learning, the utilization of
strategies for literacy support, and student use of print. However, review of the scored
Readers Matter™ rubrics revealed few references to the interview as an information
source when scoring items. The questions/prompts were designed to gain insight on
specific practices that are woven throughout the rubric; however, in many cases, the
manner in which instructors communicated some answers did not prove to be conducive
to answering rubric items.
Instructor Survey (Appendix D)
The instructor survey is a 54 item Likert scale survey with seven qualifiers that
was designed to allow instructors the opportunity to paint a picture of their students’
demonstrated abilities and habits when it comes to literacy. By approaching the inquiries
in terms of student behaviors, evaluators were able to infer instructional practices and
supports. If the survey questions were specifically targeted at instructor performance and
methods, it is likely that they would be answered in a biased fashion to preserve self
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image. However, by framing items within the context of student production, it was
assumed that instructors were more likely to report accurate information.
The instructor survey was rarely referenced in the evidence column of the
Readers Matter™ rubric. There are multiple explanations for the lack of utilizable
information as a product of the survey. For one, the Readers Matter™ rubric is focused
more on instructor characteristics and behaviors than student production. Also, as shown
in Table 1, many of the responses to the 54 items were ambiguous in terms of instructor
rating. The polarizing answers are much more informative than those that only “slightly
disagree,” “neither agree nor disagree,” or “slightly agree.” Comments regarding the
relevant behavior/example on items that were outliers in terms of average answer proved
to be the most descriptive and useful pieces of data yielded by the survey. Table 1
indicates the range encompassing each survey item’s average score. Only eight items had
an average score that was outside of the three to five range (a score of four is the
median). It was these eight items that provided the most consistent insight into student
habits and behaviors because of the polarizing answers.
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Table 1
Average Reported Scores by Item –Instructor Survey
Score Range
1-2.0

2.1-3.0
-

Item 30

3.1-4.0
Item 6
7
13
16
18
28
33
35
36
37
39
40
41
48
51
52
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4.1-5.0
Item 1
2
3
4
8
9
11
15
17
19
20
21
24
27
29
31
32
34
38
42
43
44
45
46
47
49
50
53
54

5.1-6.0
Item 5
10
12
14
22
23
25

6.1-7.0
-

Instructor Questionnaire (Appendix E)
The instructor questionnaire was created to provide the evaluators with pertinent
background information regarding the structure of the course subjected to the Readers
Matter™ evaluation. This data collection form was relatively simple for participants to
complete and offered evaluators a foundational knowledge of the instructor’s experience,
makeup of the student population, required performance measures, and the typical
method of content delivery. Understanding these preliminary facts helped to set the stage
for observations, while informing evaluators to specific items on the Readers Matter™
rubric. The instructor questionnaire was cited by evaluators on multiple occasions as
evidentiary examples within the Readers Matter™ rubric.
Classroom Observations
As previously noted, classroom observations were conducted for each of the five
participants by a pair of Readers Matter™ evaluators. Notes from all sessions were
typed to ensure consistent interpretation by evaluators and included for review when
scoring the rubric. Coding the fieldnotes from observations was unnecessary as
evaluators were focused on mining information that directly related to rubric items, and
were unconcerned with patterns across observers and/or participants.
As recommended by Bogdan and Biklen (2007), evaluators observing courses
recorded relevant student behaviors, instructor dialogue, and described events and
activities. By focusing on these, observers were able to objectively record the
occurrences within fieldnotes, allowing all evaluators the opportunity to translate the
recording into meaningful data. Time and again, the information yielded by the observer
fieldnotes was cited as evidence when recording the existence of practices on rubric
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items. These notes proved to be information rich, insightful avenues into the practices of
literacy support as well as Characteristics of Highly Effective Teaching and Learning
(CHETL).
Document Review
For the purposes of the initial development of the Readers Matter™ evaluative
process, the only course documents that were included for review by the evaluators were
course syllabi. These were readily available to evaluators via electronic depository on the
university website of the individual faculty participants. The syllabus was cited on
numerous occasions as the source of recognizing a specific rubric item. A wellstructured course syllabus is a rich source of information for evaluators.
Readers Matter™ Rubric (Appendix E)
The Readers Matter™ rubric contains items that are specific to Characteristics of
Highly Effective Teaching and Learning (CHETL) and literacy support. The inclusion of
the categories and subsequent items is a culmination of research based knowledge
brought forth by the Readers Matter™ evaluators and development team. A vital
mechanism of the Readers Matter™ evaluative process, the rubric provided evaluators
with a consistent, objective method of recording the observed instances of necessary
components in a condensed document that is representative of all collected data.
The rubric was composed of 76 items that were scored as either being “observed”
or “not observed” by each evaluator. When all rubrics were scored for each of the five
participants by each of the three evaluators, each rubric line item had the opportunity to
be identified as many as 15 times. It is important to closely examine the occurrences of
each item to gauge its relevance and utility of the data collection procedures. Intuitively,
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if items were identified or “observed” often by evaluators, the data collection methods
were effective in recognizing the existence of said items. As the purpose of this pilot
study was to create and refine the Readers Matter™ evaluative process, evaluators first
needed to know the rubric items in which they could be most confident in keeping, as
well as those that may be most affected by revisions to data collection procedures.
Assigning cutoff scores in each direction to identify such items was a logical way to
narrow the evaluator’s focus down from the 76 item rubric total. An analysis of the
Readers Matter™ rubric scoring indicated that 14 of the 76 items were identified quite
regularly, in at least 13 of 15 opportunities. Table 2 specifies the item number, general
idea, and the number of times the item was “observed” most often by evaluators.
Because these items were so consistently identified, developers can be confident that they
are not only being exhibited in the classroom, but that the data collection procedures are
offering adequate information for evaluators to efficiently recognize each occurrence.
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Table 2
Items Most Often Observed – Readers Matter™ Rubric
Rubric Item #

Observed Instances

1. Active participation…

15

2. Safe environment…

15

23. Learning opportunities…

15

42. Name of text…

15

10. Multiple methods for data…

14

7. Hands-on experiences…

13

22. Orchestrates discussions…

13

25. Integrates learning resources…

13

30. Links concepts to prior experiences…

13

36. In-depth knowledge of content…

13

41. Repertoire of strategies…

13

52. Thinking like an expert…

13

57. Opportunities to communicate…

13

76. Complete writing/oral presentation…

13

However, the equally important alternatives are cases in which items were “not
observed” a great number of times across evaluators and participants. If a rubric item
was only “observed” on five or less occasions of the possible 15, three explanations can
be inferred: 1) the rubric criterion is not exhibited by the instructor; 2) the data collection
procedures that are currently in place did not effectively identify the existence of the
criterion; or 3) the data collection procedures gathered the necessary information for the
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item to be “observed” and the evaluators failed to recognize it. Whatever the rationale
for an item being rarely identified; it is valuable information on which developers should
focus their attention. Table 3 specifies the item number, general idea, and the amount of
times items were “observed” fewest times by evaluators.
Table 3
Items Least Often Observed – Readers Matter™ Rubric
Rubric Item #

Observed Instances

3. Values diversity…

5

11. Consult colleagues to improve instruction…

5

34. Teacher collaboration…

4

63. Student comprehension mistakes…

4

68. Instructor implements debit system…

4

69. Instructor implements reading assignments…

4

71. Reading advances core content…

4

72. Classes structured around print…

4

44. Reading listed by page number…

3

47. Services/assistance to help students with text…

3

49. Determine student background knowledge

3

53. How to take notes while reading…

3

54. Self-check exercises to test own reading…

3

58. Time for discussion of reading assignment…

3

12. Revises strategies based on data

2

14. Co-develops guides with students…

2

15. Students use rubrics to self-assess

2
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33. 21st century learning skills incorporated

2

38. Incorporates state and national standards

2

48. Introduces textbook

2

66. Asks for feedback on text difficulty

2

20. Differentiated state and national standards

1

50. Listing of key vocabulary

1

60. Matches readers to text difficulty

1

64. Print materials at appropriate levels

1

Finally, it is important to analyze the inter-rater reliability among evaluators to
better understand the consistency in which the rubrics were scored. To obtain statistical
representations of this uniformity, multiple calculations were necessary. Rather than
examining the inter-rater reliability among all three evaluators collectively, pairwise
comparisons were made between each possible grouping of two evaluators. For example,
evaluator one was paired with evaluator two, then with evaluator three, and finally
evaluator two was paired with evaluator three. All items on every scored rubric for each
of the five participants were tallied. Then, all possible pairwise comparisons were made,
yielding results in terms of percent agreement and Cohen’s Kappa. Table 4 details the
results of all possible pairwise comparisons for each of the three evaluators on all five
participants (using pseudonyms) in terms of total percent agreement and Cohen’s Kappa.
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Table 4
Pairwise Comparison Agreements Between Raters – Readers Matter™ rubric

Instructor

Raters

Percent Agreement

Bird

1&2*

76.32%

0.525

1&3

72.37%

0.442

2&3

72.37%

0.419

1&2

67.11%

0.364

1&3

80.26%

0.603

2&3*

73.68%

0.481

1&2

78.95%

0.579

1&3*

71.05%

0.421

2&3

71.05%

0.418

1&2*

72.37%

0.446

1&3

68.42%

0.362

2&3

72.37%

0.423

1&2

78.95%

0.567

1&3

56.58%

0.241

2&3*

56.58%

0.160

May

Mullins

Perkins

Smith

*Conducted classroom observations
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Cohen’s Kappa

According to Altman (1991), results of pairwise comparisons yielding a Kappa
correlation coefficient of:
•

less than 0.20 = poor agreement

•

0.20 to 0.40 = fair agreement

•

0.40 to 0.60 = moderate agreement

•

0.60 to 0.80 = good agreement

•

0.80 to 1.00 = very good agreement

As delineated in Table 4, ten of the 15 pairwise comparisons exhibited moderate
agreement, while one is classified as having good agreement, and four pairs demonstrated
fair to poor agreement.
Knowing what individual elements of the Readers Matter™ rubric are
demonstrated within a specific course allows evaluators to focus attention on practices
that are lacking. If indeed the reason a rubric item was “not observed” during an
evaluation is because a particular practice is not being implemented into the course,
evaluators know specifically where instructors need to receive targeted professional
development to address the inadequacies of each rubric line item. Table 5 illustrates how
the Readers Matter™ rubric informs evaluators regarding the missing elements of
literacy support using one instructor as an example. These categorical elements,
comprised of rubric line items are directly linked to specific, research-based
recommendations that are not only provided to the instructor, but accompanied by
readings, strategies, and examples to aid in restructuring.
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Table 5
Example Analysis of Items “Not Observed” by All Raters – Readers Matter™ Rubric

Rubric Category

Observed

Item # “not observed”

Learning Climate

5/6

Classroom Assessment/Reflection

5/10

Instructional Rigor/Engagement

9/10

#20

Instructional Relevance

6/7

#33

Knowledge of Content

4/6

#38, #40

Pre-Reading

1/4

#48, #49, #50

Print Choice

3/4

#66

Incentivization

3/4

#68

#6
#12, #14, #15, #17, #18

It is necessary to know both the specific rubric item as well as the broad category
of practices that were scored as “not observed” by all three evaluators. As previously
discussed, these practices may be present within a course, but were failed to be identified
using the present data collection procedures. However, identification of these items must
be conducted to determine appropriate recommendations to instructors. The example
illustration in Table 5 is the case of participant Perkins. As shown, all three evaluators
failed to observe 15 separate items representing eight rubric categories during the
evaluation of participant Perkins’ course.
By carefully examining the categories and items that are not present within a
course, evaluators are enabled to select from a wealth of materials and offer pointed
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recommendations to remedy each inadequacy. Instructors will be provided with
examples, strategies, articles to read, books, websites, electronic media, and ideas for
assistive technology to support their transition into implementation of new practices. In
the example of participant Perkins, evaluators could provide books and journal articles
regarding formative assessment in the classroom, specific examples and strategies for
activating students’ prior knowledge and schema, as well as possible methods for
implementing a system that promotes engaging participation and discussion about the
text. These are just a few broad examples of the tangible and supported
recommendations that would be made should any participant have weaknesses in the
areas of assessment, pre-reading, and incentivization. The interventions offered as a
result of the Readers Matter™ evaluation are expansive and delivered in conjunction
with the assistance of the Readers Matter™ evaluation team.
The previously explained example of using the Readers Matter™ rubric to
identify areas in which targeted professional development should be delivered is
representative of the conceptual process offered by Readers Matter™. A model in which
professionals work collaboratively with instructors to address instructional weaknesses is
consistent with traditional PD offerings; however, this model efficiently targets the
unique needs of faculty in an individualized, data-based, and supportive process.
Overall, the data collection procedures utilized for this study that proved to be the
most efficient in collecting adequate and relevant data for use in scoring the Readers
Matter™ rubric were the fieldnotes from classroom observations, the course syllabi, and
the instructor interview. While the instructor survey and questionnaire provided valuable
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insight into the course structure and student behaviors, the results did not prove to be
particularly useful in scoring many individual rubric items.
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Implications
After all data were collected and each participant’s course was scored using the
Readers Matter™ rubric, analyses were conducted to assess the utility of each data
collection procedure, as well as to determine if the data collection instruments and
processes provide enough information to rate faculty’s support of their students’ literacy
using the Readers Matter™ rubric and if enough data were collected to inform evaluators
toward recommendations for faculty. The purpose of this study was to create an
evaluative process that yields information regarding the student literacy supports
embedded into college courses. However, the implications from the development and
existence of such a structure are much further reaching.
The availability of a professional development (PD) model in which faculty
members self-select to participate is aligned with Grossman’s (2009) call for
individualized and supportive PD. A key component to the potential success of the
Readers Matter™ individualized PD model is that faculty members willingly elect to
undergo the evaluation and receive any constructive feedback. Simply working with
educators that desire the assistance is a critical first step not experienced by many PD
providers. When that professional vulnerability is combined with an in-depth evaluation
that uniquely targets the individual practices of an instructor, the potential for meaningful
change in educational delivery is exponentially greater than the typical PD model. The
Readers Matter™ rubric aids evaluators in focusing their efforts in supporting the
development of participating faculty on specific practices that are research-based and
proven to be highly effective. A supportive and individualized PD model such as this
addresses many of the structural inadequacies of other popular PD models.
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While it is now known that some data collection procedures provide more
pertinent information than others and that the Readers Matter™ rubric yields an
illustrative picture of strengths and inadequacies within a course, there is work yet to be
done. As previously described in chapter four, when a rubric item is scored as “not
observed,” it is unclear if the instructor is failing to implement the practice or if the
evidence of said practice was simply not collected. To more accurately tease out this
crucial distinction, more thorough and pointed data collection procedures must be in
place. This could be accomplished by the creation of new methods or by expanding the
scope and focus of existing procedures. One likely manifestation of new methods is to
obtain the permission of instructors to access their course materials. Many courses utilize
an electronic course management system such as BlackBoard to store syllabi, course
documents, and assignments. Allowing evaluators access to only these instructional
pieces (there is no need to view any student data) would be a source of rich information
that could play a vital role in identifying the presence of Readers Matter™ rubric items.
Additionally, the advent of a flexible post-interview protocol would be of value. After
mining all collected data to score the Readers Matter™ rubric, if evaluators had the
opportunity to ask direct questions of the instructor to provide further insight or clarity
into specific practices and instructional strategies, otherwise overlooked items may be
accurately scored as “observed.” This would also serve as an appropriate time to
commend instructors on exemplary practices observed throughout the evaluative process.
To effectively refine the data collection process, it is not imperative that new
procedures be invented. For example, the Interview Protocol, designed to guide
evaluators through the instructor interview process, yielded results that were informative
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and useful when scoring the Readers Matter™ rubric. However, additional specific
questions/prompts could be added to help clarify instructional practices and beliefs. The
same could be done for the Instructor Survey. Analysis of the pattern of responses on
this instrument revealed that many items were answered ambiguously, and therefore did
not provide much assistance in rubric scoring. An item analysis could be conducted to
rid the survey of unnecessary items and ensure that the updated version includes items
that consistently produced information rich answers.
Recommendations for Future Research
Replication of this study after altering a few variables would be necessary to
achieve greater confidence and generalizability. Upon revision of the data collection
procedures and the Readers Matter™ rubric, conducting the study with a larger number
of participants would likely produce more accurate data and be more representative of the
general population. The current study was limited by a low number of participants and
data produced by first generation procedures.
Also, future Readers Matter™ evaluators should be trained to proficiency in the
language of the rubric and to be adept in recognizing the evidence of line items. In
addition to familiarity in these areas, evaluators should be educated to take accurate and
meaningful fieldnotes. Training evaluators, along with more efficient data collection
procedures, would help to solidify the uniformity of rubric scoring.
There are many variations of this study that would be of interest to researchers.
For one, because the Readers Matter™ evaluative process is research-based in terms of
best practice in education, it could easily be adapted to be offered in secondary schools.
High schools mandate professional development for teachers multiple times throughout

44

the year and the availability of an individualized PD may be of interest in that arena. It
would also be fascinating to complete a longitudinal study on a select few teachers.
Researchers could examine changes in instructor philosophy, behaviors, and practices as
well as student achievement differences, success rates, and attitudinal alterations. Longterm effectiveness data is a crucial component to the ultimate success of the Readers
Matter™ approach.
Limitations
As it stands right now, the Readers Matter™ evaluative process is not as efficient
in producing the data needed to accurately identify the presence of all rubric items as it
could be. Edits and refinements should be made in many areas of data collection and
interpretation to maximize the utility of this instrument when assessing student literacy
support in classrooms. Additionally, the number of faculty members participating in this
study was very low and therefore not generalizable to all university professors. Including
a manageable number of participants was necessary due to the amount of data collected,
but translating the results of this project to other scenarios is difficult as a result. Finally,
some inter-rater reliability coefficients produced from the scoring of the Readers
Matter™ rubric were relatively low. However, for the first implementation of all data
collection procedures and rubric scoring, the outlook for greater reliability is promising.
Conclusions
This study was conducted to develop the Readers Matter™ evaluative process
and to identify areas in need of refinement. Educators who elect to undergo the Readers
Matter™ evaluation receive individualized professional development in the area of
student literacy support. The assistance provided is targeted to the unique needs of
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instructors who desire to increase their impact on producing more educated and literate
students. While this model contains areas that are in need of expansion and
enhancement, the structure that is now in place provides the framework for a promising
alternative to popular professional development.
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INFORMED CONSENT DOCUMENT
Project Title: _____Readers Matter______
Investigator: _____Dr. Pamela Petty, School of Teacher Education, (270) 745-2922
______________ & Daniel Super, WKU Center for Literacy, (270) 745-2809_____
You are being asked to participate in a project conducted through Western Kentucky
University. The University requires that you give your signed agreement to participate in
this project.
The investigator will explain to you in detail the purpose of the project, the procedures to
be used, and the potential benefits and possible risks of participation. You may ask
him/her any questions you have to help you understand the project. A basic explanation
of the project is written below. Please read this explanation and discuss with the
researcher any questions you may have.
If you then decide to participate in the project, please sign on the last page of this form in
the presence of the person who explained the project to you. You should be given a copy
of this form to keep.
1.

Nature and Purpose of the Project:

Readers Matter is a way for instructors to self-select to have a team of reading
specialists (3) evaluate all aspects of their courses relating to reading and best practice.
Instructors who self-select to go through the evaluation process would receive specific
feedback as to what they are doing that supports student learning and what they might
want to change, incorporate, or enhance to make their courses more reading-friendly.
The assessment is aided by a rubric that is posted on-line so that all instructors have
opportunities to review the criteria and understand the evaluation process. Once an
instructor has scored successfully on the rubric, the course under review will receive
an insignia that designates it as a “reading friendly” course. Advisors and students
will be made aware of these courses and know that these are courses where the
learning environment is complimentary to the reading and study skills interventions
provided on campus. Additionally, instructors who have been identified as having
reading friendly learning environments can go through training and become a peer
evaluator – enhancing their own personal growth and leadership. If the course does
not score successfully on the evaluation, the instructor will receive helpful tips to
better support literacy in his/her course.
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2.

Explanation of Procedures:

Participants will be asked to sign consent forms allowing the evaluators with Readers
Matter to attend their classes, review their course assignments and requirements, access
their syllabi, and other necessary evaluative steps to assess the course. In addition to
allowing and assisting in the evaluation, participants will be asked to complete pre- and
post- assessment surveys about expectations and results, as well as participate in
debriefing sessions about the process to provide valuable feedback about the course
evaluation. Upon completion of the assessment, participants will be provided with a
comprehensive summary of the findings. If the course passes the requirements of
Readers Matter, the course will be accompanied by an insignia that indicates it is
“reading friendly” and supports the literacy needs of students. However, if the course
does not pass the standards of Readers Matter, the instructor will be provided with
helpful tips and strategies for improving the support, in terms of literacy, of struggling
and underprepared students.

3.

Discomfort and Risks:

Participants will be asked to open their courses for full evaluation. This comes with the
inherent risk of criticism and the potential for praise and recognition. Many
instructors/professors may find this unnerving and uncomfortable, but the benefit of
implementing instruction that aligns with best practices is beneficial to the students
enrolled. Other than the potential for minimal discomfort, there are no pre-identified
risks involved in participation.
4.

Benefits:

The goal of this entire process is to strengthen college and university faculty’s
understanding of the reading and study skills support needed by students who are
underprepared to read and comprehend complex text, think critically at the college level,
and actively engage in the learning process. Specific goals are to:

57

A. Inform faculty of their current practices in terms of supporting literacy in their
content using text in meaningful ways that connect with instruction.
B. Prepare faculty to support student learning using high-utility strategies that enhance
comprehension, provide for active reading, and aid in retention of information.
C. Prepare faculty to help students transition from high school reading to college level
complex text.
5.

Confidentiality:

Any sensitive data that is obtained through this research process will be filed in a locked
filing cabinet in the offices of the WKU Center for Literacy on the fourth floor of Tate
Page Hall. Any information gained through this process will be privileged and held in
the highest regards of confidentiality between only those who are intricately involved in
the research.
6.

Refusal/Withdrawal:

Refusal to participate in this study will have no effect on any future services you may be
entitled to from the University. Anyone who agrees to participate in this study is free to
withdraw from the study at any time with no penalty.
You understand also that it is not possible to identify all potential risks in an
experimental procedure, and you believe that reasonable safeguards have been taken to
minimize both the known and potential but unknown risks.
__________________________________________
Signature of Participant
__________________________________________
Witness

_______________
Date
_______________
Date

THE DATED APPROVAL ON THIS CONSENT FORM INDICATES THAT
THIS PROJECT HAS BEEN REVIEWED AND APPROVED BY
THE WESTERN KENTUCKY UNIVERSITY HUMAN SUBJECTS REVIEW BOARD
Paul Mooney, Compliance Coordinator
TELEPHONE: (270) 745-4652
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Interview Protocol
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Interview Protocol

Readers Matter™

Interviewee_____________________
Date ___________________________

Interviewer_____________________

What is your philosophy regarding your role in supporting/enhancing student’s
literacy skills?

Describe the process for selecting the print used in your class.

What is the readability of the assigned text?
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Interview Protocol

Readers Matter™

What percentage of the required content learning comes from the assigned text?

What are current barriers to student compliance with assigned reading?

Describe how reading assignments are relayed to students. What is required of the
student to adequately complete the assignment?
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Interview Protocol

Readers Matter™

Describe how students use the assigned print in class.

Describe the strategies you use to prepare students for reading. In terms of
motivation? In terms of building background?

In what ways do you utilize formative assessment to guide instruction?
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Interview Protocol

Readers Matter™

Can students pass your class (earn a “C” or higher) without completing the assigned
reading?

In what ways (if any) do you incentivize compliance with reading assignments?
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Appendix D
Instructor Survey
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Readers Matter™

Instructor Survey

Name:__________________________
Date:___________________
Instructions: Please use the rating scale provided to indicate the extent to which you
agree with each statement below. Please circle the number of the rating (1-7) that
applies. Where applicable and in the space provided, please write in a short response
describing relevant behaviors that you have engaged in over the course of the past year
as evidence for your rating. When responding to this survey, please do not focus on
individual students. Instead, please consider the typical student in your classroom.
1. My students have demonstrated that they can be independent consumers of classrelated print materials.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
2. My students’ content knowledge has been strengthened by their use of class-related
print materials.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
3. My students comprehend the main ideas presented in their class-related print materials.
1

2

3

4

5

6

7

strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

strongly
agree

Relevant behavior/example:
________________________________________________________________________
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________________________________________________________________________
__________________________
4. My students comprehend the subtleties of arguments presented in controversies or
debates discussed on their class-related print materials.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
5. My students display a thorough understanding of the key terms and vocabulary
presented in their class-related print materials.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
6. My students display a willingness to tackle new and more challenging print materials
as they master reading assignments.
1
2
3
4
5
6

7

strongly moderately
slightly
neither agree
slightly
moderately strongly
disagree
disagree
disagree
nor disagree
agree
agree
agree
Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
7. My students struggle to demonstrate their understanding of content vocabulary.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
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________________________________________________________________________
__________________________
8. My students follow instructions that they are given when they complete their
assignments.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
9. My students recognize the objectives of their reading assignments and are prepared to
discuss the contents of the class-related print material.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
10. My students recognize that class-related print materials vary in their difficulty level
and that some may require more effort to comprehend than others.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
11. My students realize that the methods that they might use to approach their classrelated print materials depend on what they are being asked to do with those materials.
1

2

3

4

5

6

7

strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

strongly
agree
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Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
12. My students understand that how they approach print material can vary based on the
content area in which that print is provided.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
13. My students are capable of being critical of the arguments offered by the authors of
their class-related print materials.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
14. My students use their class-related print materials as a vehicle to formulate questions
in my class.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
15. My students are capable of exploring topics included in class-related print online to
generate new arguments to contribute to classroom discussions.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree
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slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
16. My students think critically about the contents of the print materials that they are
asked to read.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
17. My students engage in thoughtful discussion of those segments of class-related print
materials that can be difficult to comprehend when reading on their own.
1

2

3

4

5

6

7

strongly moderately
slightly
neither agree
slightly
moderately strongly
disagree
disagree
disagree
nor disagree
agree
agree
agree
Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
18. My students cite the contents of their class-related print materials as evidence for the
arguments that they make in writing assignments and in classroom discussions.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
19. My students collaborate with one another for class-related work using print materials
as a basis for a common language.
1

2

3

4
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5

6

7

strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
20. My students appreciate the diversity of perspectives that their classmates bring to the
table as a result of their personal self-reflection/interpretation of the class-related print
material.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
21. My students work in collaborative groups to improve their comprehension of classrelated print.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
22. My students actively participate in discussion of the contents of the class-related print
material.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
23. My students integrate the knowledge that they gain from their class-related print
materials into their writing assignments and oral presentations.
70

7

1

2

3

4

5

6

7

strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
24. My students use their class-related print materials as a scaffold to develop new ideas
or to express innovative perspectives in my class.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
25. My students actively consider how the contents of their class-related print material
might apply to their own lives and discuss the connection that they are drawing.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
26. My students actively consider how the contents of their class-related print material
might apply to what’s going on in the world around them and discuss the connections that
they are drawing.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
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27. My students cite print materials that are not part of the regular reading assignments
for the class during classroom discussions.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
28. My students are familiar enough with the content of the class-related print material
that they are willing to correct one another when confusions/misinterpretations emerge in
classroom discussions.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7

strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
29. My students ask questions of me when they have difficulty mastering their classrelated print materials.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
30. My students recognize when print materials are too complex for their ability and seek
support.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

strongly
agree

Relevant behavior/example:
________________________________________________________________________
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________________________________________________________________________
__________________________
31. My students recognize when they are confused by or do not understand the key terms
or vocabulary presented in their class-related print materials.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7

strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
32. My students tell me when something is not clear in their class-related print rather than
forcing me to use their test performance to make this judgment on my own.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7

strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
33. My students are responsive to feedback that I give to them on their reading
performance.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
34. My students ask how the assigned reading will be used in class before engaging in the
assigned reading.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree
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slightly
agree

moderately
agree

7

strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
35. My students pursue additional strategy-based assignments to improve their reading
skills.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
36. My students take meaningful and accurate notes while reading their class-related
print.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
37. My students make good use of graphic organizers while reading their class-related
print.
1

2

3

4

5

6

7

strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
38. My students consistently complete assigned readings from their class-related print.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree
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slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
39. My students take time to consider the contents of their reading assignments prior to
actually completing the reading assignment.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
40. After completing their assigned reading, my students reflect on what they have read
to prepare for what we will discuss in class the next day.
1

2

3

4

5

6

7

strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________

41. My students use their class-related print materials to prepare for their quizzes and
tests in my class.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
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42. My students are familiar with the ways that technology (e.g., computers/eReaders)
can be used to enhance the experience of class-related print.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
43. My students take advantage of the technology that is offered to them to further
explore the topics covered in the class-related print materials.
1

2

3

4

5

6

7

strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
44. My students take responsibility for knowing what the reading assignment is for the
day.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
45. My students take responsibility for asking questions when they do not understand the
contents of their reading assignments.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

strongly
agree

Relevant behavior/example:
________________________________________________________________________
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7

________________________________________________________________________
__________________________
46. The level of attention that my students display in class is greater on those days when
readings have been assigned.
1

2

3

4

5

6

7

strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
47. My students wait until the night before a written assignment, quiz, test, or class
presentation to complete the reading assignment from their class-related print.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
48. My students stay focused on their course-related print materials when asked to read
silently in class.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
49. My students appear to enjoy reading the print materials that are assigned to them.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree
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slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
50. My students have a positive attitude when asked to complete a reading assignment in
class.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
51. My students have a positive attitude when asked to complete a reading assignment at
home.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
52. My students demonstrate that they appreciate the effort that I put into developing
print support materials for their class-related reading assignments.
1

2

3

4

5

6

7

strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
53. If given a schedule of their reading assignments for my class, my students will stay on
track and complete all of the assigned readings on time.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree
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slightly
agree

moderately
agree

7

strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________
54. If given a schedule of their reading assignments for my class, my students will read
ahead on their own.
1
2
3
4
5
6
strongly
disagree

moderately
disagree

slightly
disagree

neither agree
nor disagree

slightly
agree

moderately
agree

7
strongly
agree

Relevant behavior/example:
________________________________________________________________________
________________________________________________________________________
__________________________

79

Appendix E
Instructor Questionnaire
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Instructor Questionnaire

Readers Matter™

Name:__________________________
Date:___________________
Area of expertise: _____________________________
Years teaching at the college level: _____________________________
Courses taught: _____________________________
Course being evaluated: _____________________________
Approximate number of students per section: _____________________________
Is this course required: _____________________________
Approximately, at what rate do students receive a D, F, or withdraw from the
course? _____________________________
Performance measures:
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________
Required text(s) for the course (textbook, primary documents, journal articles, etc.):
____________________________________________________________
Course format (lecture, discussion-based, multi-media, etc.):
________________________________________________________________________
________________________________________________________________________
__________________________
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Appendix F
Readers Matter™ Rubric
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Readers Matter™

Rubric
Name

Title

College

Department

Course Number

Course Name

Meets: Days

Meets: Time

TEXT (print used for learning)

Characteristics of Highly Effective Teaching and Learning:
Learning Climate:

Notes/Evidence

1. creates learning environments where students are active participants
as individuals and as members of collaborative groups
2. motivates students and nurtures their desire to learn in a safe, healthy
and supportive environment which develops compassion and mutual
respect
3. cultivates cross cultural understandings and the value of diversity
4. encourages students to accept responsibility for their own learning
and accommodates the diverse learning needs of all students

83

Observed

5. displays effective and efficient classroom management that includes
classroom routines that promote comfort, order and appropriate student
behaviors
6. provides students equitable access to technology, space, tools and
time
7. effectively allocates time for students to engage in hands-on
experiences, discuss and process content and make meaningful
connections
8. designs lessons that allow students to participate in empowering
activities in which they understand that learning is a process and
mistakes are a natural part of learning
9. creates an environment where student work is valued, appreciated
and used as a learning tool
Classroom Assessment and Reflection

Notes/Evidence

10. Uses multiple methods to systematically gather data about student
understanding and ability
11. Uses student work/data, observations of instruction, assignments
and interactions with colleagues to reflect on and improve teaching
practice
12. Revises instructional strategies based upon student achievement
data
13. Uncovers students’ prior understanding of the concepts to be
addressed and addresses students’ misconceptions/incomplete
conceptions
14. Co-develops scoring guides/rubrics with students and provides
adequate modeling to make clear the expectations for quality
84

Observed

performance
15. Guides students to apply rubrics to assess their performance and
identify improvement strategies
16. Provides regular and timely feedback to students and parents that
moves learners forward
17. Allows students to use feedback to improve their work before a
grade is assigned
18. Facilitates students in self- and peer-assessment
19. Reflects on instruction and makes adjustments as student learning
occurs
Instructional Rigor and Engagement

Notes/Evidence

20. - Teacher instructs the complex processes, concepts and principles
contained in state and national standards using differentiated strategies
that make instruction accessible to all students.
21. – Teacher scaffolds instruction to help students reason and develop
problem-solving strategies.
22. - Teacher orchestrates effective classroom discussions, questioning,
and learning tasks that promote higher-order thinking skills.
23. -Teacher provides meaningful learning opportunities for students.
24. -Teacher challenges students to think deeply about problems and
encourages/models a variety of approaches to a solution.
25. -Teacher integrates a variety of learning resources with classroom
instruction to increase learning options.
26 -Teacher structures and facilitates ongoing formal and informal
discussions based on a shared understanding of rules and discourse.
85

Observed

27. -Teacher integrates the application of inquiry skills into learning
experiences.
28. -Teacher clarifies and shares with students learning
intentions/targets and criteria for success.
Instructional Relevance

Notes/Evidence

29.-Teacher designs learning opportunities that allow students to
participate in empowering activities in which they understand that
learning is a process and mistakes are a natural part of the learning.
30.-Teacher links concepts and key ideas to students’ prior experiences
and understandings, uses multiple representations, examples and
explanations.
31.-Teacher incorporates student experiences, interests and real-life
situations in instruction.
32.-Teacher selects and utilizes a variety of technology that support
student learning.
33.-Teacher effectively incorporates 21st Century Learning Skills that
prepare students to meet future challenges.
34.-Teacher works with other teachers to make connections between
and among disciplines.
35.-Teacher makes lesson connections to community, society, and
current events.

86

Observed

Knowledge of Content

Notes/Evidence

Observed

Notes/Evidence

Observed

36.- Teacher demonstrates an understanding and in-depth knowledge of
content and maintains an ability to convey this content to students.
37.- Teacher maintains on-going knowledge and awareness of current
content developments.
38.- Teacher designs and implements standards-based
courses/lessons/units using state and national standards.
39.- Teacher uses and promotes the understanding of appropriate
content vocabulary.
40.- Teacher provides essential supports for students who are struggling
with the content.
41.- Teacher accesses a rich repertoire of instructional practices,
strategies, resources and applies them appropriately.
Readers Matter Criteria
Must clearly communicate orally, through video, and/or in syllabi
42. Name of required text and listing of the formats that the text can be
found in
43. Explanation for why text was chosen (or annotated bibliography if
using journal articles)
44.Required reading listed by heading with page numbers (could also
list by topic, main theme, or learning objective) Read and … match
with ACTIVE reading strategies/tasks
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45.Description of how info in the text will be used in relation to the
class/meetings and assignments (e.g., read to prepare for class
discussions, labs, presentations, impromptu writing or exposition,
quizzes, etc.)
46.Description of the direct and indirect incentives that stem from
completing the reading assignments (i.e., in what ways might reading
or not reading impact the course grade)
47.Description of services/assistance available to help students with
text

Pre-Reading

Notes/Evidence
48. Introduction/orientation to textbook (structure, organization, where
to find review questions, objectives, value of headings to note-taking,
etc.)
49. Task/assignment asking students to describe the context/knowledge
that they bring to the text before reading (e.g., content from previous
courses, key terms/concept brought to text from classroom experience,
etc.)
88

Observed

50. Overview/listing of key terms/vocabulary from assigned reading.
51. Listing of objectives (teacher-generated or accompaniment to
textbook) given to students so that they know what they will be reading
about and what they may/should learn while reading

During-Reading

Notes/Evidence
52. Orientation to the act of thinking like an expert in the content area
(e.g., content questions that ask the students to define important
concepts and vocabulary, to explain the texts’ examples or line of
reasoning, and to encourage the students to think critically about the
content or apply it to novel or self-identified sample situations)
53. Offers direction to the students in how to take notes while reading
(e.g., flash card prototype for specific content area, guided reading
questions, graphic organizers, etc.) so as to encourage deep processing
and to discourage skimming
54. Offers self-check exercises that students can use to test their own
reading comprehension (e.g., practice quiz/exam questions, prefabricated flashcards, online or in-class quizzes)
55. Implements an interactive forum for students to interact with the
89

Observed

instructor and/or one another to discuss reading assignment
inside/outside of classroom (i.e., a means of communicating about the
reading that removes student-perceived boundaries to the class’s
content expert)
Post-Reading

Notes/Evidence
56. Incorporates items in formative and summative assessments that
examine students’ reading comprehension in the course’s core content
(e.g., vignette/scenario questions that require knowledge transfer,
application, and/or analysis) and that provide feedback to the students
and the instructor about the students’ level of understanding
57. Instructor creates opportunities for students to communicate
(discuss and/or write) their interpretation/understanding of the course’s
content, especially the most relevant material from the reading
assignments, in and/or out of class.
58. Instructor makes time for discussion of reading assignment and
records instances in which students demonstrate confusion/difficulty to
assist reading comprehension on the given topic in future semesters
59. The course’s learning objectives are clearly apparent to the students
allowing them to tie knowledge acquired from reading assignments to
lessons taught outside their experience with the text
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Observed

Assessment of Vocabulary and Reading Comprehension

Notes/Evidence
60. Instructor demonstrates some consideration for the baseline reading
levels of the students when selecting course reading materials and
providing literacy support
61. Review, quizzes, exams, and/or papers require students to
recognize and use the terminology from the course’s assigned reading
as the content expert would
62. Assignments provide students’ with feedback about their use of
content terminology (i.e., correct versus incorrect plus examples of
correct use)
63. Feedback to students points out the most common comprehension
mistakes and how to avoid them in the future

91

Observed

Print Choice

Notes/Evidence
64. Print materials meets vocabulary and comprehension
grade/difficulty level expectations of instructor, department, or
comparative course from benchmark institution (completes Cloze or
Maze test)
65. Print accompanied by additional resources to assist in vocabulary
building and comprehension
66. Instructor solicits feedback from students about challenges they
face with print as well as the student-perceived strengths of assigned
print
67. Instructor clearly communicates to students how the print helps
them to accomplish the pre-defined learning objectives for the course

92

Observed

Incentivisation

Notes/Evidence
68. Instructor implements debit system that objectively tracks the
contribution that reading has on class participation (e.g., token system,
reaction journals/ice breakers, discussion periods, etc.)
69. Instructor implements pre/during/post reading assignments to track
acquisition of content-related knowledge and to provide feedback to
students on their learning
70. Above debit system and assignments provide adequate feedback to
students so that they can gauge their own learning, encouraging the
students to take responsibility for their learning. [A sense of personal
responsibility can be fostered by (a) reducing the value of readingrelated tasks as the students learn to interact with the course’s print
(e.g., wean students off of the reading-for-points mindset), or (b)
structuring the class such that the student benefits by completing the
reading assignments (e.g., can use notes to discuss material in class,
take quizzes, and complete impromptu writing assignment) and is
penalized for not completing the reading assignments (e.g., unable to
contribute to classroom discussion, challenged when taking quizzes,
and unable to complete impromptu writing assignment from an
informed perspective)]
71.Instructor uses reading assignments to advance core course content
and holds students responsible for material that is not covered during
class if class time is used to explain concepts that students fail to
consider (prepare for) prior to class.
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Observed

Literary Engagement
Notes/Evidence
72. Instructor structures class around essential print covering core
content instead of PowerPoint lecture (i.e., lecture slides/outline serves
as a map for students but course content goes beyond lecture to elevate
the value of the work that the students do while reading)
73. Students asked to consider how concepts presented in print relate to
one another throughout the course of the semester (i.e., text-to-text:
underlying themes brought out across units) via in-class
assignments/discussion or independent reading guides/reflection papers
74. Students asked to consider how concepts presented in print relate to
personal experiences and knowledge that the students bring from their
other previous/current courses (i.e., text-to-self) via in-class
assignments/discussion or independent reading guides/reflection papers
75. Students asked to consider how concepts presented in print relate to
current events taking place in the world (i.e., text-to-world) via in-class
assignments/discussion or independent reading guides/reflection papers
76. Students (a) asked to complete independent or group writing
assignment (e.g., term paper) and/or oral presentation using sources
outside of assigned print, (b) given instruction as to how to locate
additional print resources and develop comprehension level necessary
to become an expert on a topic or explain content to others, and (c)
given opportunity to use peer and instructor feedback to revise/clarify
content submitted in assignment to achieve mastery level.
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Observed

